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Chapter One 
Introduction 
 
Background 
 Imperialism, colonialism, slavery, and trade. Those are words that some people would 
say define history, specifically world history. Influential countries regard their history as a 
history of conquest; other countries praise their own history as a series of rebellions and 
revolutions against colonial power; a few countries praise their history as the narrative of a 
great kingdom followed by a massive uprising. The historiography of a country is what a 
country wants it to be. Indonesia, for example, used the historiography of heroism as their 
main history timeline. In Indonesian historiography, the concept ‘from zero to hero’ is mainly 
used as a tool to promote nationalism, emphasizing the great efforts of the Founding Fathers 
to secure independence in our country and the struggle of Indonesians to keep the country safe 
from Western powers. 
 Nowadays, history is embedded in the education system in an effort to promote 
nationalism and nation-building. Apart from that, heritage communities have spread in several 
countries, attempting to retell their countries’ history in a fun way in order to attract the 
attention of the younger generation. In these communities’ hands, history has evolved from 
something relatively boring and mandatory to a useful way of entertaining people. However, 
this has not always been the case. In the past, education was mostly used as a tool to politicize 
some countries, as was done by their colonizers. Southeast Asia forms an example of this 
practice.   
The politicization of identity was common practice during the colonization period, 
performed by the colonizer on a colony, usually aimed at ethnic minorities. According to 
Thomas (1974), a minority group is a group that is ethnically, linguistically, religiously or 
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otherwise differentiated from the that politically dominates the nation-state in which the two 
groups live1. In Southeast Asia, the Chinese could be considered as an ethnic minority in 
several regions such as Malay (with Singapore) and Netherlands Indies.  
The Chinese had arrived in the area and contributed to it long before the arrival of the 
colonizers. Demand for labor due to European imperialism, food markets, drought and 
famines were some of the stimuli for leaving their homeland2. Some of them sought their 
fortune outside their home country by working as coolies or miners and eventually managed 
to return home once they had earned sufficient money. However, several groups of people 
grew attached to the region, decided to stay, and created a new ethnic culture comprised of 
their own and that of the indigenous peoples. When colonization arrived in the region, the 
colonial government attempted to shape the minorities’ identity to fit the colony by appointing 
them to several positions. Since they had no affiliation with their home country, their identity 
and nationality had become malleable, enabling the colonial government to direct their 
opinions to form specific political tendencies. The easiest way to politicize the identity of an 
ethnic minority is through education, and that was what the colonizers planned to do in 
Southeast Asia throughout the first half of the 20th century, which is what the Dutch also did 
in respect of subjects of Netherlands Indies. 
 During the first half of the 20th century, Southeast Asia was still under colonial rule. 
At the same time, this was the era when most Southeast Asian regions were starting to 
proclaim their independence, despite being shaped by the values and systems of their former 
colonizers. They began to identify themselves as citizens of a country (for example, 
Indonesians started to define themselves as the people of Indonesia at Sumpah Pemuda in 
                                                          
1 Tan, Yao Sua., and R. Santhiram. The Education of Ethnic Minorities: The Case of the Malaysian Chinese. 
Petaling Jaya: Strategic Information and Research Development Centre, 2010. 11. 
2 Amrith, Sunil S. Migration and Diaspora in Modern Asia. New York: Cambridge UP, 2011. 47. 
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1928). These factors formed the groundwork for postcolonial studies, as these regions started 
to develop components to become what they are today.  
Nowhere can we examine the development of Southeast Asia without being aware of 
the presence of the Chinese in the region, both as helpful allies and as aliens. In the early 20th 
century, the issue of nation-building and identity-shaping in Southeast Asia was also having 
an effect on the Chinese. This was the era in which they started questioning their loyalty, 
whether they wanted to be loyal to the region in which they lived, i.e., to the colonizers, or to 
Mainland China as their homeland. As a helpful ally to the colonial government, the Chinese 
in Southeast Asia had become the main player in trade. However, they were also regarded as 
aliens by the locals due to the different way in which they were brought up, their origins, and 
their appearance. 
The early 20th century was the era in which every major historical event happened that 
helped to shape the modern world that we know today. The same can be said of policies and 
politics in some of the regions of Southeast Asia. The colonizers seemed to apply similar 
policies to their colonies. For example, in Netherlands Indies, a new politics was launched 
known as the Ethical Policy, which was an attempt by the Dutch colonial government to 
enhance the quality of life in their colony. In this new policy, the colonial government 
embedded the importance of education for every citizen of the colony as one of the ways of 
thanking the locals for what they had done for their fatherland. However, education for the 
Chinese was not established until 1908 when the Dutch colonial government built Dutch-
made Chinese schools in several cities in Netherlands Indies. In Malaya, British policy 
maintained the Malaysian population for working in land-based occupations such as peasants. 
Immigrants were supposed to work in mines and plantations. For education, they prioritized 
education for the Malays and not for the Chinese, because they felt the Chinese were 
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sufficiently capable of initiating education for their own kind3. Later, this practice caused a 
dual system in education in which most of the Malay elite society were brought up in English 
schools and thus had a Western mindset, leaving the others – who were taught in separate 
schools – with different mindsets (a Chinese or Tamil mindset), causing the early spread of 
the seeds of separatism in the region. 
 Going back to the issue of politicization of identity, another indication of such practice 
in Southeast Asia was the notion that education had become a political stage for the colonizers 
in their respective regions4. This phenomenon escalated during the early 20th century when 
Mainland China managed to infiltrate the education system for ethnic minorities (read: the 
Chinese) in Southeast Asia. Equipped with their fresh ideas about revolution, republican 
ideology and resinification, they succeeded in forming another phenomenon among the 
Chinese in Southeast Asia. This brings us to the argument as to why education for the Chinese 
is an important matter to discuss when analyzing the Chinese in Netherlands Indies, in both a 
historical and a contemporary context. The Chinese in Netherlands Indies were molded into a 
group by the colonizers as a product of history. With Mainland China as one of the three big 
forces in the early 20th century, they (the Chinese in Netherlands Indies) were divided over 
three major political tendencies: the extreme Dutch supporters, the in-betweeners, and the 
Mainland China supporters. The Chinese who agreed with Mainland China ideas were mostly 
recent immigrants or Totok Chinese. The in-betweeners were the Peranakan Chinese people 
who had resided in the colony for generations, and lastly, the extreme Dutch supporters were 
wealthy Chinese families who supported Western education as it gave them a sense of pride 
                                                          
3 Tan, Liok Ee. The Politics of Chinese Education in Malaya: 1945-1961. Kuala Lumpur: Oxford UP, 1997. 18-
19. 
4 Amrith, Sunil S. Migration and Diaspora in Modern Asia. New York: Cambridge UP, 2011. 79-81. 
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and social mobility. Therefore, education for the Chinese was important because it was what 
shaped them in the new nations of Southeast Asia. 
Furthermore, when looking at education for the Chinese in Netherlands Indies, it is 
important to discuss the development of the position of the Chinese in contemporary 
Indonesia. Leo Suryadinata argues that as Chinese nationalism developed before Indonesian 
nationalism, the Chinese in Netherlands Indies were not considered part of the indigenous 
Indonesian nationalist movement. Moreover, the racial politics created by the Dutch 
contributed to the exclusion of the Chinese in the Indonesian nation-state5. This showed that 
society in colonial Indonesia was race-conscious, and the concept of Indonesian bangsa was 
race-based. The same Chinese nationalism was brought to Chinese schools in the early 20th 
century as a way of reconnecting overseas Chinese with the mainland. The result could be 
seen in Indonesia in the 1950s which is when discrimination towards Chinese-Indonesians 
reached boiling point.  
 Besides being a player in the politicization of identity in Southeast Asia, Mainland 
China brought another perspective to the overseas Chinese: resinification. It was a spirit 
inspired by a growing Chinese nationalism, spurred on by the Japanese success in the Russo-
Japanese War6 and a sense of nationalism, as well as being triggered by new immigrants who 
arrived in Southeast Asia in the late 19th to early 20th century. However, the most important 
part of resinification was the use of language as the unification tool for overseas Chinese in 
Southeast Asia. Using language as an attempt to unify overseas Chinese with Mainland China 
was easy because language was the most powerful way of unifying a nation and creating a 
sense of nationality. According to Jacob and Beer (1985), language is both a repository and a 
                                                          
5 Chee, Kiong Tong. Identity and Ethnic Relations in Southeast Asia: Racializing Chineseness. Singapore: 
Springer, 2010. 118. 
6 Clark, Marilyn. Overseas Chinese Education in Indonesia: Minority Group Schooling in an Asian Context. 
Washington, D.C.: U.S. Department of Health, Education, and Welfare, Office of Education, 1965. 4. 
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vehicle of culture, as well as being a tool for conveying and shaping ideas7. Another idea 
came from Sutan Takdir Alisjahbana, a famous Indonesian writer and literary critic, who 
explained the connection between culture and language as follows: 
 
Language is involved in the totality of the culture of a society and its people. Every word 
represents a concept in that culture. … Therefore, we can say that every language is the 
complete expression of the life or, as is very often said, “the soul” of the people8. 
 
By looking at the connection between culture and language, we can see that language is 
essential to the resinification effort regarding overseas Chinese in Southeast Asia because the 
notion of nation-building based on a shared language and a common culture could potentially 
unify the diverse ethnic groups into a single citizenry9. By teaching Chinese language as a 
way of unifying the overseas Chinese with the motherland, they would feel respected and 
understood. 
 The resinification issue, mixed in with introducing the Chinese language and culture, 
turned out to be well-received by the Chinese in Southeast Asia, especially in Malaya. The 
resinification effort in that region had considerable success because Mainland China exported 
many teachers to this region who had a strong allegiance to Chinese nationalists. However, 
the resinification effort only succeeded in spreading the Chinese language because school 
books from China were closely monitored by the British colonial government, giving the 
                                                          
7 Yao Sua, Tan, and R. Santhiram. The Education of Ethnic Minorities: The Case of the Malaysian Chinese. 
Petaling Jaya: Strategic Information and Research Development Centre, 2010. 16. 
8 Alisjahbana, Sutan Takdir. "The Problem of Minority Languages in the Overall Linguistic Problems of Our 
Time." Linguistic Minorities and Literacy: Language Policy Issues in Developing Countries. By Florian 
Coulmas. Berlin: Mouton, 1984. 47. 
9 As in being fully Chinese, since the Manchu Government of China enacted a law in 1909 that stated any child 
of a Chinese mother of father regardless of birthplace as a citizen of China (jus sanguinis). On the other hand, the 
Dutch revised their citizenship law in 1910 which claimed that all people born in the Indies were Dutch citizens 
(jus soli). 
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impression that any books with heavy subjects about ultra-nationalism and Chinese 
reformation would be banned by the government before they reached the public10. A similar 
approach was taken by the Dutch colonial government in Netherlands Indies who adopted a 
dim view of Chinese matters in the colony. On occasions, the government deported people 
with strong Chinese tendencies, outlawed social organizations and supervised the Chinese 
press11.  
 I would therefore like to state the specific argument of my thesis, that it is important to 
study education for the Chinese in Netherlands Indies in order to understand the Chinese 
position in present-day Indonesia. This thesis discusses Chinese nationalism and resinification 
in Netherlands Indies during the early 20th century based on a number of research questions. 
 The first question to address is about the political situation in Southeast Asia around 
the turn of the century. It is crucial to understand the political situation in the entire region 
before getting started on a case per country, in this instance, the Netherlands Indies. Were 
similar policies applied by different Western countries in their respective colonies? Apart 
from that, we should take a look at Mainland China’s political situation in the same decade. 
What was the political situation in Mainland China and how did it affect the lives of overseas 
Chinese in Southeast Asia?  
 After addressing the above-mentioned questions, we can move on to another set of 
questions about education before 1900 for the Chinese in Southeast Asia in general, and in 
Netherlands Indies in particular. How did education for the Chinese in Malaysia and 
Singapore compare to that in Netherlands Indies? Were there any similarities in teaching 
methods? 
                                                          
10 Tan, Liok Ee. The Politics of Chinese Education in Malaya: 1945-1961. Kuala Lumpur: Oxford UP, 1997. 30.  
11 Clark, Marilyn. Overseas Chinese Education in Indonesia: Minority Group Schooling in an Asian Context. 
Washington, D.C.: U.S. Department of Health, Education, and Welfare, Office of Education, 1965. 14. 
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 The next set of questions focuses on education for the Chinese in Netherlands Indies 
from 1900 to 1942 and resinification efforts, especially around two sets of schools: Chinese-
made schools (Tiong Hoa Hwee Koan, abbreviated to THHK) and Dutch-made Chinese 
schools (Hollandsche-Chineesch School, abbreviated to HCS). How were these two schools 
established? What were the differences? Who were the agents responsible for establishing the 
schools? How did resinification take place in both schools? Did HCS, which were Dutch-
made schools, partake in any resinification effort? 
 In order to answer these research questions, the thesis has been broken down into 
several parts. The first part is the introduction which discusses background information, 
research questions, methodology and thesis contents. 
 The Chinese in Southeast Asia and Netherlands Indies form the topic of the second 
part of the thesis. In this section, a brief history of the arrival of Chinese in Southeast Asia is 
explained, as well as their relationship with the locals and the colonizers, and colonizers’ 
policies regarding the Chinese, especially in Netherlands Indies. This part also explains the 
topic of the appearance of mixed-blood communities such as Baba in Malaya and Peranakan 
in Netherlands Indies. 
 The third part of the thesis focuses solely on education for the Chinese. First, there is a 
section about education for the Chinese in Southeast Asia and Netherlands Indies before 
1900. The next section of this part reviews education for the Chinese in Southeast Asia after 
1900, with Netherlands Indies as the main theme. This section explores in greater depth the 
topic of THHK schools and HCS schools. At the end of the section, arguments are discussed 
on the topic of resinification efforts in education for the Chinese in Netherlands Indies at both  
THHK and HCS schools. 
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 The fourth and final part of the thesis is the concluding chapter. This chapter briefly 
summarizes points from the previous parts and draws conclusions on the research questions 
mentioned in the first part of the thesis. 
 
Methodology and Sources 
 During the process of writing, I used secondary literature for main reading. However, 
a limited amount of primary sources were also used in making this thesis. 
 The primary sources used in this thesis are the books by Tiong Hoa Hwee Koan. One 
of these is a book commemorating the 40th anniversary of Tiong Hoa Hwee Koan, entitled 
Riwajat 40 Taon T.H.H.K. Batavia, by Nio Joe Lan. The book is divided into four parts; the 
first part discusses the early years of THHK (from 1900 to 1904), the second part discusses 
THHK from 1905 to 1914. The third part discusses THHK development from 1915 to 1939, 
and the last part of the book is the appendix, which contains pictures, reports and letters 
relating to THHK during the years 1900 to 1939. The book was very useful during the process 
of writing the thesis because it presents the author’s own point of view regarding THHK 
schools. 
 The second book is another book by Tiong Hoa Hwee Koan; this book, launched to 
commemorate the 50th anniversary of the organization, is entitled Hari-Ulang ke-50 Tiong 
Hoa Hwee Koan Djakarta. The book is full of short essays from several prominent Chinese in 
Indonesia and was written in four languages: Dutch, English, Chinese and Indonesian. The 
book is very absorbing and was one of the primary sources for the thesis as it simplified most 
THHK programs over the past 50 years (from 1900 to 1950), especially those relating to 
THHK education for the Chinese. 
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Chapter Two 
The Chinese in Southeast Asia and Netherlands Indies 
 
2.1. The Arrival of Chinese in Southeast Asia and Netherlands Indies 
 The Chinese is an ethnic group whose presence can be found all around the 
world. For centuries, they have been known as an ethnic group that has managed to 
struggle and become successful outside their own country. What were the reasons for 
the Chinese to move to other countries? How did they migrate? 
 To start with, not all Chinese chose to migrate. The overseas Chinese we find 
today originated mainly from such regions of southeast China as Guangdong, Fujian, 
Hainan Island and Guangxi.  
 Who were the emigrants of China? The mass exodus of Chinese from the 
southeastern part of the country did not always go smoothly. In fact, people who left 
China were often viewed as vagabonds, outcasts and un-Chinese. Ancestor worship 
was one of the most important aspects of Chinese culture. The spirits of the dead 
needed to be visited frequently and those who did not do this were disdained by 
others12. Therefore, there would be no alternative for these people but to move to other 
regions. In terms of ethnic groups, there were four main groups of Chinese ethnicity 
who came to Southeast Asia: Hokkien, Teochew, Hakka and Canton. In Netherlands 
Indies, Hakkas mostly resided in West Borneo and worked there as coolies; Teochews 
settled in East Sumatera, Bangka and Billiton (Belitung) Island; Hokkiens lived in 
Java and Madura; and Cantonese people lived in several places in the colony, making 
it the most common Chinese group in the region. 
                                                          
12 Purcell, Victor. The Chinese in Southeast Asia. London: Oxford UP, 1967. 26. 
11 
 
Leiden University 
 
 The mass migration from China to Southeast Asia and to the rest of the world 
did not happen until the 16th century. At that time, the Chinese experienced several 
events in their country that forced them to migrate. There were several natural 
disasters such as floods and famine, as well as strict government regulations on 
emigrating. It is uncertain how many Chinese traveled overseas for trade before the 
10th century. However, there is a limited amount of written proof regarding interaction 
between the Chinese with Southeast Asia, such as the oldest record about the 
acknowledgement of an archipelago by Fa Hian, a Chinese Buddhist monk in 400 
AD13. Moreover, Chinese who traded outside China around that century were mostly 
Chinese envoys who were sent to its tributary regions to affirm the emperor’s 
superiority. One of the most famous Chinese naval expeditions was the Zheng He 
expedition which was sponsored by the Ming dynasty in Imperial China in the 15th 
century. After the fall of Tang Dynasty, overseas trade expanded. This was caused by 
the detachment of five coastal territories from Chinese heartland to form their own 
kingdoms. Finally, during the Song Dynasty, four out of five coastal kingdoms 
integrated back into China, with Hangzhou, which was located on the coastal area, as 
their capital city14. 
 The majority of the Chinese in Southeast Asia obtained positions as middlemen 
in the region’s social pyramid. For example, the position of the Chinese in Netherlands 
Indies was always in the middle. Most of them worked as merchants; some of them 
arrived in Netherlands Indies through the coolie trade15 and therefore continued to 
work as coolies. They had excellent working ethics, as they were known to be very 
                                                          
13 Poerwanto, Hari. Cina Khek di Singkawang. Depok: Komunitas Bambu, 2014. 47. 
14 Wang, Gungwu. The Chinese Overseas: From Earthbound China to the Quest for Autonomy. Cambridge, MA: 
Harvard UP, 2000. 15. 
15 Govaars, Ming. Dutch Colonial Education: The Chinese Experience in Indonesia, 1900-1942. Singapore: 
Chinese Heritage Centre, 2005. 17. 
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patient and very hard working. Hence, it took little time for the Chinese to be 
positioned as middlemen in trade with the VOC, as well as being given the 
opportunity of performing hinterland trade in Netherlands Indies. For example, in the 
late 18th century, the Chinese had gained trade dominance in several areas in the 
archipelago such as Ambon, Makassar, Batavia and Bangka. They even took authority 
over in rice-bowl regions such as Central and East Java16. In South Sulawesi, the 
Chinese were the main traders in several important commodities such as tobacco, 
opium, textile, ceramics and fisheries17. In terms of politics, the Dutch created several 
positions specifically for the Chinese, such as Mayor, Captain and Lieutenant of the 
Chinese. These positions were made to enable the Dutch to control the Chinese 
community indirectly18. 
 Previously we discussed the diversity of the Chinese ethnic group that came to 
Southeast Asia and Netherlands Indies. After their settlement in Southeast Asia, 
economic and technological changes enabled them to interact with other varieties of 
indigenous Southeast Asians, Europeans and Eurasians, as well as other Asian migrants 
such as Indians, Japanese, Jews and varieties of Muslims19. This interaction soon caused 
a new ethnic group among the Chinese, known as the creole communities. Sunil S. 
Amrith argued that these communities were caused by the relatively slow pace of 
Chinese immigration and the total ban on the departure of women from Mainland 
China20. In Southeast Asia, these creole communities were known by different names 
                                                          
16 Kwee Hui Kian. “The Expansion of Chinese Inter-Insular and Hinterland Trade in Southeast Asia”. 
Environment, Trade and Society in Southeast Asia: A Longee Duree Perspective. Ed. David Henley and Henk 
Schulte Nordholt. Leiden: Brill, 2015, pp. 151-155. 
17 Wirawan, Yerry. Sejarah Masyarakat Tionghoa Makassar. Jakarta: Kepustakaan Populer Gramedia, 2013. 38-
40. 
18 Poerwanto, Hari. Cina Khek di Singkawang. Depok: Komunitas Bambu, 2014. 55. 
19 Wang, Gungwu. The Chinese Overseas: From Earthbound China to the Quest for Autonomy. Cambridge, MA: 
Harvard UP, 2000. 75. 
20 Amrith, Sunil S. Migration and Diaspora in Modern Asia. New York: Cambridge UP, 2011. 23. 
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in different regions. In Malaysia, they were called the baba community, in the 
Philippines the Chinese mestizo, and in Netherlands Indies the Peranakan community. 
 
2.2.  Totok and Peranakan Chinese 
 As explained in the previous paragraphs, the Chinese who formed creole 
communities in Southeast Asia were those who had decided to settle. Wang Gungwu 
mentioned that Chinese imperial law banned emigration. If any Chinese was proven to 
have no reasons to be outside the country (other than Chinese diplomats and imperial 
staffs), he would be punished as a criminal when he returned21. This shows why most 
Chinese who emigrated for good were criminals and outcasts, because they had no 
family and an unfortunate past in their former country, while those who returned to 
Mainland China were Chinese envoys, diplomats and Chinese who had their families 
at home. 
Even though the term baba and Peranakan were mostly used to refer to these 
creole communities, other terms were also used. A few scholars, such as Ming 
Govaars, argue that the Chinese population, in particular in Southeast Asia and 
Netherlands Indies, were divided into migrants and settlers. Migrants came to 
Netherlands Indies only in search of profit. Once they had earned enough, they would 
go back to China. Settlers were those who had decided to move for good to 
Netherlands Indies, who married local women and established new families22. Even 
though they had successfully integrated, they did not stop being Chinese. If they died 
during their sojourn, the last thing they did was to ensure that their children regarded 
themselves as Chinese. These families formed a creole community of Chinese in 
Netherlands Indies known as the Peranakan Chinese people. 
                                                          
21 Op cit., pp. 43. 
22 Ibid., pp. 16. 
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 There are several definitions of Peranakan Chinese people; however, it was G. 
William Skinner who coined a definition of Peranakan Chinese people that is still 
popular today. Skinner defined them as “local-born Chinese who no longer speak their 
ancestors’ Chinese dialect and who consider Java their permanent domicile23”. 
However, Skinner’s definition of Peranakan Chinese people in Netherlands Indies 
soon became unpopular because Skinner’s theory and definition only mentioned the 
difference of Totok and Peranakan Chinese based on the origin factor and was 
therefore considered weak. Over the course of time, there were children of a Totok 
father and a Peranakan Chinese mother from a family who had been settled in Java for 
generations. Such people could not be defined using Skinner’s terminology of Totok 
and Peranakan Chinese; thus, more scholars started to coin the term ‘mixed-blood 
Chinese’ when referring to this type of case. 
 Although the lines of Totok and Peranakan Chinese became vague with the 
passage of time, some differences between the two cultural groups could still be 
distinguished. The distinctive character of Peranakan Chinese lay in the language they 
used to communicate with one another. They used a creole language known as Melayu 
pasar24, a form of local language created from a mixture of Malay language and 
dialects of Mainland China such as the Kejia dialect (the language of people from the 
Hakka ethnic group) and South Fujian dialect25. According to Suryadinata, another 
characteristic of the Peranakan Chinese was that they still preserved their Chinese 
daily clothing attire such as the tengsha-kopiah batok (a round Chinese hat), baju 
kurung (long tunic) or kebaya (a blouse pinned at the front), they used their Chinese 
                                                          
23 Suryadinata, Leo. Understanding the Ethnic Chinese in Southeast Asia. Singapore: Institute of Southeast 
Asian Studies, 2007. 131. 
24 Skinner, William G. “Creolized Chinese Societies in Southeast Asia.” Sojourners and Settlers: Histories of 
Southeast Asia and the Chinese. Ed. Anthony Reid. Sydney: Asian Studies Association of Australia, 1996. 52. 
25 Kong Yuanzhi. Silang Budaya Tiongkok Indonesia. Jakarta: PT. Bhuana Ilmu Populer, 1999. 183. 
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names and they ate pork26. Therefore, it could be deduced that most of the Peranakan 
Chinese still wanted to preserve their Chinese identity, which is in keeping with 
Gungwu’s assumption. Although they used Chinese clothes and practiced the Chinese 
culture, they had lost their ability to read and write Chinese words and local dialects, 
and preferred to assimilate with the indigenous culture, as did the Peranakan Chinese 
families in Makassar who decided to convert to Islam and created a new culture27. The 
last significant difference between Totok and Peranakan was that the Peranakan 
Chinese had left the patrilineal culture, meaning there was no difference in how they 
treated children in their families, paying no regard to their sex28.  
 The other group, besides the Peranakan Chinese, was the Totok Chinese. This 
group was mostly comprised of recent Chinese migrants who came to Netherlands 
Indies during the late 19th to early 20th century. However, it seems that the Peranakan 
Chinese overtook the Totok Chinese in percentages. In 1920s Netherlands Indies, a 
mere 30.1% of the Chinese population in Madura and Java who used Chinese as a 
form of daily language and addressed themselves as Totok were outnumbered by 
Chinese who used Javanese, Malay, Sundanese, Madurese and Dutch as their daily 
language29. Therefore, the participation of Totok Chinese in Indonesian culture was 
not as influential as the Peranakan. Before the 20th century, they were famous for their 
family fortunes30 and later for their political tendency towards Mainland China31. 
                                                          
26 Suryadinata, Leo. Understanding the Ethnic Chinese in Southeast Asia. Singapore: Institute of Southeast 
Asian Studies, 2007. 126. 
27 Moslem Peranakans in Makassar were highly influenced by the Malay people. They used Malay terms to 
address themselves such as ‘Intje’. 
28 Poerwanto, Hari. Cina Khek di Singkawang. Depok: Komunitas Bambu, 2014. 120. Print. 
29 Coppel, Charles A. “Chinese Overseas: The Particular and The General.” Journal of Chinese Overseas 8 
(2012): 2. 
30 This was caused by the former riches acquired by China-born men who sojourned to Netherlands Indies, 
gained fortune, and came back to their home country. This fortune was then passed to their descendants, which 
were handed down to their Totok heirs. Taken from Skinner, William G. “Creolized Chinese Societies in 
Southeast Asia.” Sojourners and Settlers: Histories of Southeast Asia and the Chinese. Ed. Anthony Reid. 
Sydney: Asian Studies Association of Australia, 1996. 87. 
31 Poerwanto, Hari. Cina Khek di Singkawang. Depok: Komunitas Bambu, 2014. 121. 
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 A distinctive character of the Totok Chinese was to gather according to their 
clans. Instead of affiliating with the Peranakan Chinese, they tended to stick to their 
regions and dialect-based associations, also known as migrant institutions or huiguan. 
These huiguans were mostly surname or clan associations, and later played a 
significant role in the contest for political power in Chinese communities of Southeast 
Asia32. For example, the Totok Chinese community in Java created organizations for 
Hakka, Hokkian and Kongfu people who later established Totok schools in Jakarta33. 
 At first, the dividing line between Totok and Peranakan Chinese was only 
visible in their cultural differences. However, in the early 20th century, the difference 
was magnified because of a new player in the region: Mainland China. Peranakan 
Chinese people began sending their children to Chinese schools which started to 
spread around Southeast Asia. For example, in 1907, there were 54 Mandarin schools 
across Netherlands Indies34. Alongside education from Mainland China, new ideas 
began to form among the Chinese in Southeast Asia. These were the ideas of 
citizenship and a collective identity. These ideas, together with the question regarding 
loyalties, also known as resinification, are explained in the next chapter. 
 
 
 
 
 
 
 
                                                          
32 Amrith, Sunil S. Migration and Diaspora in Modern Asia. New York: Cambridge UP, 2011. 78. Print. 
33 Suryadinata, Leo. Kebudayaan Minoritas Tionghoa di Indonesia. Jakarta: PT Gramedia, 1988. 17. Print. 
34 Op cit., pp. 79. 
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Chapter Three 
Education for Chinese in Netherlands Indies and Resinification Effort Through 
Education 
 
3.1. Education for the Chinese in Southeast Asia before 1900 
 Education for the Chinese in Southeast Asia before 1900 was different in each 
country due to the different colonies. In the Malay Peninsula for example, the British 
colony considered education for the Chinese as important as education for the 
indigenous Malays. At first, they did not want to interfere in education, but seeing the 
resinification efforts of Kuomintang, they started to pay attention by facilitating the 
Chinese with education that was suitable for them in the country. This policy was 
different from Dutch policy for the Chinese in Netherlands Indies which only provided 
education for rich Chinese. However, Lee Teng Hui has a different theory on British 
education policy for the Chinese in the Malay Peninsula. He assumes that the British 
authorities had always thought that a school graduate who was educated both in his 
mother tongue and in English would always be more useful to society than a 
monolingual person because the government was in need of clerks to bridge the gap 
between ethnic communities and their British superiors35. Even though the British 
colony kept accusing Chinese schools of instilling a China-oriented mind-set in their 
students, they did not provide any assistance in transform them into schools which 
could produce young Chinese with a Malayan way of thinking and outlook36. For 
education in Netherlands Indies, Marilyn W. Clark argued that the Dutch provided 
education for every social class, presumably to prepare each for the kind of life these 
                                                          
35 Lee, Ting Hui. Chinese Schools in Peninsular Malaysia: The Struggle for Survival. Singapore: Institute of 
Southeast Asian Studies, 2011. 6. 
36 Tan, Liok Ee. The Politics of Chinese Education in Malaya, 1945-1961. New York: Oxford UP, 1997. 24. 
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numbers of the groups would lead. However, the Dutch were too late to provide 
education for the Chinese, the fees were often higher than other schools and entry 
required that students had a certain level of social standing37. Purcell added that during 
this era, no subsidies were given to Chinese schools and Chinese children were 
permitted to enter lower native schools only insofar as there was room for them and if 
they knew sufficient Dutch38. 
Education for the Chinese in Mainland China was based on the teachings of 
Confucius (551-479 BC). Confucius’ teachings became the primary doctrine of China 
and had manage to seep through into every aspect of Chinese life. It became the main 
subject of the state examination for commoners who wished to work as civil servants. 
In Netherlands Indies, since there was no such system, the significance of 
Confucianism switched to being a strong literary tradition among the Chinese. 
 During colonial times before 1900, education was regarded as a luxury for the 
Chinese in Netherlands Indies. This happened because the colonial government did not 
see the Chinese as their main objective for education, which was the opposite of the 
British government in the Malay Peninsula. As a result, the Chinese had to rely on 
themselves on matters of education. 
Several efforts have been undertaken by historians to uncover this topic. Ming 
Govaars stated her findings that wealthy Chinese families who could afford education 
for their children decided to build schools for the children of indigent parents where 
they could receive education free of charge. The education process would be done in 
students’ or teacher’s homes39. As an example to back her argument, she cited the 
                                                          
37 Clark, Marilyn. Overseas Chinese Education in Indonesia: Minority Group Schooling in an Asian Context. 
Washington, D.C.: U.S. Department of Health, Education, and Welfare, Office of Education, 1965. 20-24. 
38 Purcell, Victor. The Chinese in Southeast Asia. London: Oxford UP, 1965. 453. 
39 Ibid., pp. 92. 
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existence of such a school in 1737 before it was finally disbanded during the Chinese 
massacre of 1740 in Batavia40.  
Another historian who conducted research on the same topic was Ong Hok 
Ham. According to him, some teachers managed to set up their own schools and 
entered into contracts with parents who wanted to send their children to their school. 
Such a contract usually lasted a year, from the first day of school until the last day of 
the Chinese New Year. Whenever the contract ended, both parties could make a new 
contract, or the parents could withdraw from the contract and made a new contract 
with other teachers. The school fee for this type of schools ranged from around 15 to 
100 guilders per student41. Ong argued that the reason why these schools were 
unsuccessful was because of the lack of advantages for students after graduating. For 
example, they could not participate in any state exams and they could not speak 
Chinese because they were only taught how to read and write Chinese without 
knowing the meaning. Moreover, Malay was the daily language for students outside 
school, so they were unable to find Chinese speaking partners outside school. 
There were also several cases of teachers who started their own schools, such 
as an instructor named Ong Tae-Hae (Wang Dahai) from Fujian who went to Java in 
1783 and taught in Batavia, Semarang and Pekalongan42. There were also stories about 
a Chinese teacher named Cheng Sunwo who succeeded in setting up a school for the 
Chinese during the years 1729-173643.  Another way for the Chinese to obtain 
education at this time was to attend Dutch missionary schools which began to appear 
                                                          
40 Govaars, Ming. Dutch Colonial Education: The Chinese Experience in Indonesia, 1900-1942. Singapore: 
Chinese Heritage Centre, 2005. 38. 
41 Op cit., pp. 92. 
42 Govaars, Ming. Dutch Colonial Education: The Chinese Experience in Indonesia, 1900-1942. Singapore: 
Chinese Heritage Centre, 2005. 38. 
43 Ong Tae-Hae. The Chinaman Abroad, or A Desultory Account of the Malayan Archipelago particularly of 
Java. Shanghai: Mission Press, 1849. 
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in Java in the second half of 19th century44, but this method was unpopular due to the 
high school fee for Chinese students. 
Another effort by the Chinese to create schools for educating Chinese children 
in Java was to create charity schools or Gie Oh schools (also known as Beng Seng Sie 
Wan). These schools were opened in 1775 and basically catered for indigent Chinese 
students. The establishment of charity schools is regarded as important because these 
schools taught what would become the foundation of modern education for the 
Chinese in Java. Instead of teaching children about Confucian values and teachings, 
they gave lessons in various Chinese dialects as well as classical Chinese literature45 
and eventually gained popularity beyond indigent parents, as some wealthy Chinese 
families sent some of their children to study at charity schools. However, this did not 
last very long, because the establishment of charity schools was gradually replaced by 
Tiong Hoa Hwee Koan schools, which started in 1902, and offered students a more 
advanced curriculum. 
 
3.2. Education for the Chinese in Netherlands Indies 
3.2.1. Tiong Hoa Hwee Koan schools 
 Tiong Hoa Hwee Koan (generally abbreviated to THHK) was the first Pan-
Indonesian organization in Netherlands Indies. Prior to THHK, there had been a few 
Chinese organizations, but they were regional and served only several clans or 
regions. THHK was one of a kind, as it was established as a response to the 
Confucianism Revival46 that happened in late 19th century. 
                                                          
44 Op cit., pp. 53. 
45 Suryadinata, Leo. Kebudayaan Minoritas Tionghoa di Indonesia. Jakarta: PT Gramedia, 1988. 17. 
46 Confucianism Revival was a movement suggesting a relation between Confucianism and the Confucian phase 
of overseas Chinese nationalism. It was coined by young Westernized Chinese in Singapore on 1898. In 1899, 
the spirit of Confucianism Revival was brought to Netherlands Indies by a Chinese of Javanese descent named 
Yoe Tjai Siang. Yoe then spread the Confucianism movement to several cities in Java through newspapers such 
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In the early 20th century, most Chinese in Netherlands Indies were Peranakan 
Chinese who felt no connection with Mainland China in political terms. The 
connection between them and China tended to be more personal than ideological47. 
Moreover, they experienced several forms of discrimination from the colonial 
government in the form of laws that were intended to limit their activities, such as the 
Passenstelsel (pass system) and the Wijkenstelsel (Chinese had to live in appointed 
areas designated by the Dutch)48. These discriminatory laws ignited a reaction from 
Western-educated Chinese leaders in the late 19th century, who wanted to start a new 
cause in repairing Chinese social condition in Netherlands Indies. In this period, they 
understood that their position in adopted countries was difficult, so they tended to take 
pride in the power and prestige of China. 
THHK was founded in Batavia in 17 March 1900 by a group of Batavian 
Chinese. Their primary aim in founding the organization was to promote the 
Confucian code of conduct in Netherlands Indies. The reawakening spirit of China in 
1900 and greater self-preservation after the colonial government’s system regarding 
opium farms and the credit system caused the Chinese in Indonesia to assert 
themselves more in society49. Another aim of creating such an organization was to 
unite people of Chinese descent in Netherlands Indies. Nevertheless, family origins or 
whether they were Totok or Peranakan, remained important, as mentioned in the third 
point of the second article of the THHK establishment Statutes, as follows: “To 
establish and preserve a house where leaders can gather, to discuss the issues of the 
organization as well as other issues that are useful for outsiders as long as it does not 
                                                          
as Li Po in Sukabumi and Ho Po in Buitenzorg (Bogor). Taken from Lea E. Williams. 1960. “Overseas Chinese 
Nationalism: The Genesis of the Pan-Chinese Movement in Indonesia, 1900-1916”. Glencoe: The Free Press. 56. 
47 Clark, Marilyn. Overseas Chinese Education in Indonesia: Minority Group Schooling in an Asian Context. 
Washington D.C.: U.S. Department of Health, Education, and Welfare Office of Education, 1965. 15. 
48 Suryadinata, Leo. Kebudayaan Minoritas Tionghoa di Indonesia. Jakarta: PT Gramedia, 1988. 7. 
49 Purcell, Victor. The Chinese in Southeast Asia. Oxford UP: London, 1965. 453. 
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interfere with the State Law50”. The first president of THHK, named Phoa Keng 
Hek51, was a Peranakan Chinese who received a Dutch-missionary education in 
Buitenzorg, West Java52. 
One of the ways that THHK proposed to unify the Chinese in Netherlands 
Indies was through education, because they felt a greater need to promote the 
Confucianism Revival rather than only publishing articles in local papers or discussing 
Confucian values. This was the same revolutionary thinking in the Malay Peninsula, 
promoted by Kang You Wei, who was regarded as the father of modern Chinese 
education. Lim Boon Keng, one of the follower of Kang in the Malay Peninsula, 
propagated the idea of a modern Chinese school by setting up the Chung Hua 
Confucian Society in 190453. He influenced the establishment of THHK in 
Netherlands Indies. Finally, after careful consideration, the first THHK school (also 
known as Sekola Tjina or ‘Chinese school’ in English) was established on 17 March 
1901 in Batavia, exactly one year after the organization had been founded54. The first 
THHK school was opened in Patekoan Street in Glodok, an area in Batavia. 
 The newly-improved THHK school curriculum simplified the whole range of 
teaching methods. They were modeled on modern Chinese and Japanese schools, 
especially for the structure of school levels. There were six classes and students would 
be promoted to higher levels after completing several study courses. Children were no 
longer given tasks such as memorizing the whole Confucian Book of Analects. 
Instead, they were given books in a language that was simpler for them to 
                                                          
50 Nio Joe Lan. Riwajat 40 Taon dari Tiong Hoa Hwe Koan – Batavia (1900-1939). Batavia: Tiong Hoa Hwee 
Koan, 1940. 7. 
51 Ibid., pp. 235. 
52 Lohanda, Mona. Growing Pains: The Chinese and the Dutch in Colonial Java, 1890-1942. Jakarta: Yayasan 
Cipta Loka Caraka, 2002. 51. 
53 Lee Ting Hui. Chinese Schools in Peninsular Malaysia: The Struggle for Survival. Singapore: Institute of 
Southeast Asian Studies, 2011. 8. 
54 Williams, Lea E. Overseas Chinese Nationalism: The Genesis of the Pan-Chinese Movement in Indonesia, 
1900-1916. Glencoe: The Free Press, 1960. 69. 
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understand55. The school used Mandarin Chinese language as the main teaching 
language in the schools, thus helping to spread the Chinese language among the Totok 
and Peranakan Chinese56. 
 Another language used by THHK in their school system was English. Due to 
the high demand to add another language to the school, THHK decided to set up an 
English school on 1 September 1901 named the Yale Institute Afdeeling C Tiong Hoa 
Hwee Koan or more famously known as Yale Institute57 under the directorship of a 
THHK member named Li Teng-hui. However, after Li’s departure from Yale Institute 
to Fuhtan University in Shanghai in 1903, little is known about what happened to Yale 
Institute. English training happened to be taken over by Westerners at this time, 
including the American Methodist Episcopal Malaysia Mission58. In the end, Yale 
Institute merged with the Chinese school on 8 January 190559. 
 Slowly but surely, THHK schools gained increasing popularity and attention, 
even from the European press. Besides receiving compliments on being the first public 
school organization for the Chinese, several criticisms were also expressed about 
THHK, regarding the source of funding for the schools. An article in the Expres stated 
that the indigenous folk and Europeans were being made to come up with the money, 
so the Chinese did not have to pay anything. Wherever a Chinese school was 
established, local businessmen would raise the prices of certain products, and the 
profits made on the products would to be sent to the school fund. On the other hand, 
the Chinese community knew from the start that they would have financial problems 
                                                          
55 Op cit., pp. 23. 
56 Ang Jan Goan. “Pendidikan THHK Setengah Abad”. Hari-Ulang ke-50 Tiong Hoa Hwee Koan Djakarta. 
Jakarta: Tiong Hoa Hwee Koan, 1950. 8. 
57Nio Joe Lan. Riwajat 40 Taon dari Tiong Hoa Hwe Koan – Batavia (1900-1939). Batavia: Tiong Hoa Hwe 
Koan, 1940. 41. 
58 Williams, Lea E. Overseas Chinese Nationalism: The Genesis of the Pan-Chinese Movement in Indonesia, 
1900-1916. Glencoe: The Free Press, 1960. 72. 
59 Op cit., pp. 92. 
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establishing THHK schools, so they were constantly selling things – e.g., picture 
stamps and organizing fairs and cultural evenings – in order to lighten the financial 
burden on the schools. 
 Another criticism about THHK schools is that twenty years after being 
established, THHK schools had still not upgraded their education system. After six 
years of education, students would graduate and there was no further education. To 
address this issue, THHK established a higher education school named Sekola Tengah 
or ‘Middle School’ in English (Tiong Hak Tong school). To achieve this goal, THHK 
worked with another Chinese association in Surabaya that went by the name of Djawa 
Hak Boe Tjong Hwe60.  However, this school did not have a long history. Few 
students enrolled and the school went bankrupt. On 8 March 1915, the Tiong Hak 
Tong and THHK finally closed the school for good. 
 However, at almost the same time, THHK schools had to face a rival in 
education for the Chinese: the colonial government’s Dutch-Chinese school (HCS; 
abbreviation for Hollandsch Chineesche School). HCS turned out to be one of the 
most successful schools for the Chinese in the early 20th century. 
 
3.2.2 Dutch-Chinese School (Hollandsch Chineesche School – HCS) 
   Apart from the schools set up by the Chinese, the Dutch colonial government 
also attempted to facilitate education for the Chinese. On 10 June 1907, J.G. Pott, who 
served as Director of Education, Worship and Industry in Netherlands Indies, put his 
idea for accommodating the Chinese to Governor-General J.B. van Heutsz. Pott 
concluded that the Netherlands Indies government should not allow the Chinese to 
become involved in colony-related affairs such as providing education to Indies-born 
                                                          
60 Hak Boe Tjong Hwe is an organization to maintain and control THHK schools and to recruit suitable teachers 
from Mainland China.  
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Chinese children or paying Chinese school inspectors. Moreover, Pott felt that the 
Chinese should be assimilated into the colony to avoid them pledging their allegiance 
to Mainland China. One way to promote the assimilation of the Chinese into society 
was for the government to provide education to them61. Pott suggested that the Indies 
Council should establish a Dutch-Chinese school for Chinese people who were able to 
pay the school fees, similar to European students at European schools.  
 After careful consideration by the Indies Council, Pott’s idea of a Dutch-
Chinese school was finally realized. On 1 July 1908 the first HCS schools were 
opened in several cities in Java, such as Batavia, Semarang and Surabaya. These 
schools were established subject to the regulations on European education 
(Europeesch onderwijsreglement) and hence, the curriculum followed the standard of 
the European school curriculum62. After a few years, the schools’ popularity gradually 
increased, attracting both male and female students from Chinese families. For 
example, in 1909, the total number of female students in HCS schools increased to 
329 students due to the establishment of new HCS schools in several other cities such 
as Bandung, Surakarta, Malang, Padang, Manado, Banjarmasin, and Singaraja. 
Teachers in HCS schools were recruited from public ELS (Europeesch Lagere School, 
or primary schools for Europeans in Netherlands Indies). 
 There were seven grades in a HCS school. The Director of Education and 
Worship had full authority to set the curriculum and study plan for each class. School 
activities took place during six days, from Monday to Saturday, from 07:30 to 13:00 
                                                          
61 Govaars, Ming. Dutch Colonial Education: The Chinese Experience in Indonesia, 1900-1942. Singapore: 
Chinese Heritage Centre, 2005. 80. 
62 Under the regulation of European education in Netherlands Indies, the primary school education should consist 
of the following subjects: reading, writing, counting, beginner Dutch language, the history of the Netherlands 
and Netherlands Indies, geography, natural science, singing, basics of hand drawing, gymnastics, useful crafts 
for girls, beginner French, English, and High German languages, general history, mathematics, hand drawing, 
and beautiful handwork for female students. Taken from Verordeningen Europeesch Lager Onderwijs. Batavia: 
G. Kolff & Co, 1923. 3-4. 
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hours, with two break times (30 minutes each, at 09:00 and 11:00 hours). The time 
from 11:30 to 13:00 hours was reserved for higher classes (fourth grade and above)63. 
The school closed every Sunday, Friday and Saturday before Easter, the second day of 
Easter, Ascension Day, the second day of Pentecost, and every 6 December64. 
 During their establishment, it was clear that HCS soon gained more popularity 
than THHK schools. While THHK schools enforced a more traditional way of 
teaching, emphasizing Confucian values, the subjects in HCS schools focused on 
Western education. Another appealing point about HCS was that they taught some 
subjects in Dutch, such as the Dutch language, arithmetic, history and geography65. As 
of 1912, an after-school English course was offered for four hours a week in several 
HCS schools. For example, the schools in Batavia, Buitenzorg (Bogor), Semarang, 
Grisee (Gresik), Bandung, Padang and Surakarta opened a three-year afternoon 
(namiddag) English course for their students66. 
 Another factor in the success of HCS was that HCS graduates had the 
opportunity to continue their education with further studies. Compared to THHK 
which had no secondary education (apart from Tiong Hak Tong middle school), HCS 
promised their students that they could continue their studies in a higher level 
education system such as HBS (Hogere Burgerschool, Dutch secondary school), since 
HCS were set up by the Dutch government and incorporated the Dutch language in 
their curriculum. This advantage caused some THHK members to send their children 
to HCS schools67. 
 
                                                          
63 Verordeningen Europeesch Lager Onderwijs. Batavia: G. Kolff & Co, 1923. 43. 
64 Ibid., pp. 45. 
65 History of the Netherlands and Netherlands Indies and geography of the Netherlands. 
66 Ibid., pp. 186. 
67 Kwee, “Doea Kepala Batoe”, hlm. 112-113; Sin Tit Po, 1 February 1936. 
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3.3. Resinification in THHK and HCS Schools 
3.3.1. Resinification in THHK schools 
 The Chinese resinification attempt was caused by several critiques about life in 
the Peranakan culture in Netherlands Indies. Ong Tae-hae was one of the Chinese 
people vocal on this matter. He voiced his sentiments against the acculturation 
between Chinese and the indigenous culture by saying that the Chinese had started to 
cut themselves off from the native land and were avoiding their homeland culture, e.g., 
by refusing to eat pork. Instead, they chose to become Javanese, called themselves 
Islam and had adopted native customs68. Another example of the fear of 
Indonesianization happened in Makassar, where the Chinese tried to build more 
Chinese houses of worship to prevent the Peranakan community from becoming fully 
integrated into the indigenous society69. 
 The controversy of resinification did not stop. A few researchers voiced a 
different opinion on the topic. Mary Somers Heidhues, for example, gave an opinion 
that the Chinese had never assimilated and had never lost their Chinese-ness. A similar 
opinion was voiced by Niel, who said that the Chinese would always have a tendency 
to look to their country, even though they had resided in – and gained citizenship of – 
other countries70. 
 The spirit of resinification did not start until the establishment of THHK in 
1900. The concept of Confucianism Revival was connected to resinification. Initial 
efforts were designed to encourage the Chinese in Netherlands Indies to think about 
reformation, not just from a political point of view, but also in their daily lives. One of 
                                                          
68 Kwartanada, Didi. “Lahirnya Satu Generasi Baru Tionghoa di Jawa: Pendidikan dan Resinifikasi Anak-anak 
Peranakan di Yogyakarta 1930-an s/d 1950-an”. Konferensi dan Workshop Internasional “Dekolonisasi dan 
Posisi Etnis Tionghoa Indonesia 1930-an s/d 1960-an, Padang 18-21 Juni 2006. n.p., n.d., pp. 2. 
69 Wirawan, Yerry. Sejarah Masyarakat Tionghoa Makassar. Jakarta: Kepustakaan Populer Gramedia, 2013. 
109. 
70 Poerwanto, Hari. Cina Khek di Singkawang. Depok: Komunitas Bambu, 2014. 123. 
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the things that the Confucianism Revival criticized was the lavish practice of funerals. 
They thought that the lavish practice of funerals and weddings “were not useful or 
meaningful, wasted money and caused people of other races to laugh (at the 
Chinese)71”. 
 The Chinese under THHK then started making efforts to resinify Chinese 
society through the students enrolled in the schools. The first effort was to emphasize 
Confucius and Mencius teaching in the school curriculum. 
 Other efforts of THHK schools to spread resinification was to give their 
students Chinese language lessons. THHK schools believed that one way to pursue 
resinification among the Chinese in Netherlands Indies was to teach the Chinese 
language. There were several families of either Totok or Peranakan descent who did 
not teach their children Malay or Dutch, so these languages were omitted from the list. 
On the other hand, THHK realized that they could not use Chinese dialects (such as 
Hakka, Cantonese, or Amoy) as the main teaching language, because most Chinese in 
Netherlands Indies came from different regions in China with different dialects72. 
They felt that the usage of a neutral Chinese dialect was important for their cause, to 
they adopted Kuo-yu73 as their main language of instruction. Kuo-Yu was therefore 
used as the language for reading, writing, arithmetic, geography, history and natural 
science by means of simple Chinese textbooks. 
 Even though the main focus for THHK was to provide education for Chinese 
children, this did not mean they abandoned the importance of resinification for 
Chinese adults. THHK began giving adult education in the form of lectures about 
Confucianism and Chinese culture in the THHK building in Batavia. Members used 
                                                          
71 Williams, Lea E. Overseas Chinese Nationalism: The Genesis of the Pan-Chinese Movement in Indonesia, 
1900-1916. Glencoe: The Free Press, 1960. 57. 
72 Ibid., pp. 70. 
73 Standard Chinese language from Beijing dialect. 
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the THHK building every day from early morning to late in the evening for social and 
cultural activities. 
  The resinification efforts of THHK were finally realized in 1907 when they 
started sending students to Nanjing. Nio Joe Lan noted that, on 1 January 1907, Tjian 
Soen, the secretary of Chinese Affairs in The Hague, sent a letter to THHK saying that 
the government of Imperial China permitted a maximum of 30 students from THHK 
schools in Java to continue their education in Nanjing and that the Chinese 
government would pay for the school tuition and daily allowances74. On 2 February 
1907, for the first time in THHK history, 21 students from THHK schools were sent 
from Batavia to Mainland China under the supervision of Mr. Tong Hong Wie75. 
According to letters sent by the students in Nanjing, they were treated well and did not 
want to go back to Java, at least not until they had finished their education. The 
Chinese government planned to create a school named Kay Lam Hak Tong which 
would be the center of education for overseas Chinese who were sent to China for 
school. 
Another source mentioned that this kind of resinification happened because, 
prior to 1911, the overseas Chinese schools around Southeast Asia served as a 
battleground for the Manchu government versus Chinese reformists. The Manchu 
government was alerted to the influence in Chinese schools in the Indies by 
revolutionaries, so they began sending Chinese surveyors and invited THHK school 
graduates to China for secondary education76. However, further plans to develop Kay 
                                                          
74 The Chinese government was only responsible for paying the school tuition and hot meals three times a day 
for the students, so students from Java had to fund other costs themselves. Taken from Nio Joe Lan, Riwajat 40 
Taon dari Tiong Hoa Hwe Koan – Batavia (1900-1939). Batavia: Tiong Hoa Hwe Koan, 1940. 102. 
75 Ibid., pp. 103. 
76 Clark, Marilyn W. Overseas Chinese Education in Indonesia: Minority Group Schooling in an Asian Context. 
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Lam Hak Tong and to send more Chinese students to Mainland China were cancelled 
due to the 1911 Revolution77. 
 
3.3.2. Resinification in HCS schools 
 One may say that HCS did not take part in the resinification process among 
Chinese-Indonesians during the early 20th century. In a given context, this statement is 
correct. Moreover, it was clear that the education system under the Dutch government  
made a political effort to gain support from the Chinese and indigenous citizens. 
Chinese people regarded this as an attempt by the government to lure them into 
becoming the “perfect” middle-class society. This is evident in the curriculum of HCS 
schools, that was similar to the ELS curriculum, as well as the teaching process in the 
class.  
  However, I argue that the Dutch government did play a role in resinification 
for the Chinese in Netherlands Indie. The only resinification HCS performed during 
their operations until 1942 was to incorporate Mandarin Chinese language lessons due 
to the demands of students’ parents. 
 It was H.J.F. Borel, serving as Officer for Chinese Affairs, who proposed the 
idea of creating a time-slot for Mandarin Chinese lessons each week at HCS schools. 
The background to including Mandarin Chinese was the fear of losing students to 
THHK schools. 
 Chinese language lesson in HCS schools became reality after the Chinese 
Revolution of 1911. Alarmed by the amount of support of overseas Chinese for 
Mainland China, as well as the numbers of students at THHK schools, the colonial 
government asked for advice from W.J. Oudendijk (Government Advisor in Chinese 
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Affairs). Oudendijk stated that the government should follow the wishes of the 
Chinese, which was to incorporate Chinese lesson in HCS schools. An effort to 
incorporate Chinese language as part of the curriculum in HCS was performed by 
Chung Hua Hui, a famous organization for Peranakan Chinese who obtained Dutch 
education and Western university degrees. Their movement started in the Netherlands 
with approximately 150 students who went to several Dutch universities in Leiden, 
Delft, and Rotterdam. Most of CHH members were also members of Dutch elite 
student societies and spoke Dutch fluently79. They held a congress in Semarang in 
April 1927 and resulted to ask the Dutch government to incorporate Chinese language 
at HCS schools with the interest of trade. Finally, Director of Education G.A.J. Hazeu 
introduced an after-school Chinese course at seven HCS in Java in 191580. The 
demand to introduce Chinese course at HCS school also came from Chinese people in 
Malang who submitted a petition. This practice and the demand to incorporate Chinese 
lessons in HCS schools continued until the 1920s, as is evident from the request by 
Chinese people in Malang. The HCS school in Malang finally acceded to the demand 
in 1927; however, the course failed due to lack of teamwork between the school 
administration and the teacher. 
 Other efforts towards resinification in HCS schools were performed by private 
Dutch-Chinese schools, sometimes known as HCS Nasional. These schools were 
established by a group of Peranakan people who had received a Dutch education in 
such schools as HCS Nasional in Surabaya, HCS Nasional in Rembang and HCS 
Nasional in Yogyakarta which was set up by Dr. Yap Hong Tjoen, a famous 
Peranakan doctor81. However, these schools were not really successful, nor long-
                                                          
79 Stutje, Klaas. "The Complex World of Chung Hua Hui." Bijdragen Tot De Taal-, Land-, En Volkenkunde 171 
(2015): 520. 
80 Ibid., pp. 100 
81 Suryadinata, Leo. Kebudayaan Minoritas Tionghoa di Indonesia. Jakarta: PT Gramedia, 1988. 17. 
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lived. HCS Nasionals were created by Chinese Peranakan in Netherlands Indie as a 
contender to the original HCS. They provided the same Western curriculum as HCS, 
while also maximizing the amount of Chinese language and cultural lessons. These 
schools were banned by the colonial government in the year in which they were 
established because the government did not want the Chinese people to think that they 
were in favor of these schools. 
 Finally, it was clear that the Dutch government was half-hearted at 
incorporating Chinese language in HCS schools. Their programs were expected to 
doom every time. Moreover, Chinese parents who sent their children to HCS school 
had the chance to send their children to after-school Chinese language courses offered 
by THHK which at that time began to spread around the colony. 
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Chapter Four 
Conclusion 
 
 The issue of resinification is linked to the politicization of culture and ethnic minority 
education. In the 20th century, the politicization of culture was inevitable in Southeast Asian 
regions such as the Malay Peninsula and Netherlands Indies. The politicization of culture is 
the attempt by a colonial government to shape the identity of ethnic minorities to fit in with 
the colony. Chinese was one of the ethnic minorities in Southeast Asia and their identity was 
malleable by the colonial government due to confusion regarding their nationality. In 
Southeast Asia, the position of the Chinese was always stuck in the middle due to restrictions 
by their homeland and how they were treated by locals and the colonial government. 
 This thesis has proven that agents who provided education for the Chinese in 
Netherlands Indies also took part in resinification, including the HCS, despite the fact that it 
was a Dutch-made Chinese school and it was created to safeguard the Chinese from the 
resinification attempts of THHK. The resinification attempts of HCS revolved mainly around 
teaching the Chinese language in an after-school program. This was also regarded as ‘forced’ 
resinification, because the establishment of a Chinese language program took place after 
several protests and demands from Chinese parents who sent their children to HCS. At the 
end, it was clear that HCS could not manage to incorporate Chinese language in their 
curriculum or as after school activity. 
 On the other hand, the resinification process took place mainly in THHK schools. The 
curriculum of these schools reflects the resinification attempt, e.g. the emphasis on Confucian 
values and norms, as well as teaching the Chinese language to students. An examination of 
the foundations of the organization reveals that it was built in the spirit of the Confucianism 
Revival, as can be seen from several visits by Kang You Wei to THHK schools. This showed 
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that even though the THHK organization was created by prominent Peranakan Chinese, they 
had the same Confucianism Revival spirit and they had the ability to gather Chinese in 
Netherlands Indies from all walks of life to join their cause to establish the Confucianism 
Revival in Netherlands Indies and to promote the cause of resinification. 
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